The present study focused on preservice classroom teachers' beliefs about elementary physical education and the impact of a field-based elementary physical education methods course on their beliefs. Participants (N = 97) completed questionnaires at the beginning and at the end of the course. Results indicated that the preservice classroom teachers held similar beliefs about the values and purposes of elementary physical education as were shared by physical education professionals. The methods course had a positive impact on the participants' beliefs but no impact on their disposition toward teaching elementary physical education. Teaching physical education in an elementary school setting and observing physical education classes were the two most important components of the course that contributed to changes in the participants' beliefs.
education professionals, then, have an opportunity to collaborate with classroom teachers to improve the quality of elementary physical education.
Because physical education instruction may be the sole responsibility of the classroom teacher in many states, universities often offer an elementary physical education methods course to students majoring in elementary or early childhood education. For many students, this physical education methods class may be the only course in their teacher preparation program that gives them the opportunity to learn about elementary physical education. It is the knowledge, beliefs, and attitudes of these students about physical activity and physical education that could influence the quality of elementary physical education programs, especially in school districts where classroom teachers are responsible for teaching physical education.
Research on specialists and elementary classroom teachers in physical education settings reveals that physical education specialists are more likely to provide effective instruction, teach longer classes with more activity time, and offer more instruction than elementary classroom teachers (McKenzie, Feldman, Woods, et al., 1995; McKenzie, Sallis, Faucette, Roby, & Kolody, 1993) . Elementary classroom teachers, on the other hand, often have a negative attitude toward physical education and its value in school education (Faucette & Hillidge, 1989; Faucette & Patterson, 1989) .
Although considerable research has focused on the effectiveness of specialists vs. classroom teachers in physical education, few studies focus on preservice classroom teachers and their potential role as physical educators or as advocates for physical education. Also, there is little information on the impact that an elementary physical education methods course might have on preservice classroom teachers. Ashy and Humphries (2000) examined the effect of an elementary physical education methods course on preservice classroom teachers' perceptions of teaching physical education. They reported that the teachers improved their teaching skill, understanding of children, and awareness of physical education as a content area after a 10-session field experience. It appears there is a need for continued effort in this line of inquiry.
The Role and Influence of Teachers' Beliefs

Teachers' Beliefs
Research demonstrates that the beliefs held by teachers influence their perceptions of education, instructional behaviors, and student learning outcomes. Consequently, educational researchers (Calderhead, 1996; Kagan, 1992; Pajares, 1992) call for attention to the beliefs of teachers and teacher candidates and argue that understanding their belief structures is essential to improving professional preparation and teaching practices. Calderhead (1996) suggested five main areas in which teachers hold significant beliefs: subject, learners and learning, teaching, learning to teach, and self and the teaching role.
Beliefs about subject refer to what the subject is about, what it means to know the subject or be able to perform certain professional tasks within that subject matter. The importance of teachers' beliefs concerning subject matter has been addressed in research on teaching and the teacher (Calderhead, 1996; Clark & Peterson, 1986; Ennis, 1996; Ernest, 1989) . In physical education, Lambdin and Steinhardt (1991) examined elementary and secondary physical education teachers' beliefs about physical education goals. They found that teachers believed the most important goals of physical education were developing basic motor skills, staying physically fit, increasing student voluntary participation in physical activity, and developing mentally, socially, and emotionally. Similar findings were reported by Placek, Dodds, Doolittle, et al. (1995) , who investigated preservice physical education teachers' beliefs about the purposes of physical education. Results indicated that the teachers ranked learning motor skills and physical fitness as the top two purposes for school physical education.
Ennis and her colleagues (Chen & Ennis, 1996; Ennis, 1996; Ennis & Zhu, 1991) studied teachers' beliefs about the importance of physical education and distinguished five different orientations toward physical education: disciplinary mastery, learning process, self-actualization, social responsibility, and ecological integration. Each orientation was associated with particular beliefs about the nature, teaching, and learning of physical education. For example, physical education teachers with a disciplinary mastery orientation believed that learning movement skills and demonstrating performance proficiency were the most important goals for student learning. Ennis and co-workers suggested that physical education teachers' value orientations and beliefs related to physical education affected the implementation of a curriculum and student learning.
Teacher socialization researchers in physical education reported that preservice teachers' beliefs about physical education and job requirements influenced whether they decided to become physical education teachers (Dewar & Lawson, 1984; Hutchinson & Buschner, 1996; Lawson, 1983) . Examining preservice classroom teachers' beliefs about elementary physical education, then, may shed light on how they view elementary physical education as well as their willingness to (a) teach elementary physical education, (b) support physical education programs at their school, and (c) promote the integration of physical activities into their teaching when it is time for them to make choices on these issues. With this knowledge, physical education teacher educators, through their methods courses, may be better able to prepare preservice classroom teachers and influence them to become physical education advocates.
This study identified preservice classroom teachers' beliefs about elementary physical education and examined the impact of a field-based elementary physical education methods course on their beliefs-including their disposition toward teaching physical education after graduating from college. In the present paper we define preservice classroom teachers as students enrolled in an elementary teacher education preparation program that places no emphasis on elementary physical education. We define a field-based course as one that requires students to observe and teach physical education classes at an elementary school under the guidance of a certified elementary physical education specialist. The school physical educator serves as a mentor teacher and model for elementary preservice students. Research suggests that field-based experiences are among the most valued parts of teacher education (Lortie, 1975; Slick, 1995 
Method
Participants and Setting
Voluntary participants were 97 elementary education majors (92 F, 5 M) enrolled in 5 elementary physical education methods classes in the fall and spring semesters of 1998-99 at a major university in the southern U.S. The 97 included 15 seniors, 60 juniors, and 22 sophomores. Their mean age was 20.82 years (± 0.79 SD). Except for two Hispanic Americans, all participants were Caucasian. Seventy students (70.2%) had played interscholastic sports in high school and 82% reported positive experiences with elementary physical education. Prior to the study, approval from the Institution Review Board-Human Subjects in Research was obtained from the university. All participants were informed of the purpose of the study and signed informed consent forms on the first day of class.
The setting was a field-based elementary physical education methods course. The second investigator, who served as course instructor, had taught the course for 22 years. The course was set up as a weekly 3-hr lecture on campus and a 2-hr lab in a local public school. The lecture was conducted in a traditional format with the participants attending class, hearing lectures, watching videos, and participating in activities that reinforced the course material both in a classroom and a gymnasium. The lab required students to attend a local public school once a week for 10 weeks and work with an elementary physical education class (K-5) as an assistant to the mentor teacher. The participants helped the children individually with skills and activities, led exercises, supervised games, and assisted the teacher. In Weeks 8 and 10 each student had to plan and teach two complete lessons.
In addition, each participant recorded his or her experiences in a journal. The first part of the journal was a daily reflection of the experiences at the school where students compared the actual physical education program to a model of quality physical education discussed in class. The second part of the journal contained reflective questions (see Appendix) designed to focus the student's attention on specific facets of the course information such as developmentally appropriate physical activities and the establishment of a positive learning environment. The instructor checked the journals midway through the semester and again at the end of the semester in order to determine the effectiveness of the experiences in helping her students achieve the goals of the course.
A semester written planning project was also assigned to facilitate understanding of the various components of planning required to execute a quality physical education program. The project was done in groups and included creating a yearly curriculum, establishing benchmarks for several skills, developing activities to achieve the benchmarks, and assessing the activities in the project.
Instrumentation
Questionnaires were used to collect the data for this study. The questions were derived from a review of the literature on values and purposes of physical education (Avery & Lumpkin, 1987; Lambdin & Steinhardt, 1991) and textbooks on elementary physical education (Graham, Holt/Hale, & Parker, 1998; Pangrazi, 1998 ). They were pilot tested with a panel of 8 members prior to data collection: 3 experienced physical education teacher educators with 10 to 15 years of teaching experience and 5 senior preservice classroom teachers who were not involved in the study. The panel members provided feedback on how the items and questions were written and whether they covered the information needed to answer the research questions. Based on their feedback, several items and questions were eliminated or rewritten.
All participants completed the questionnaires at the beginning and end of the 15-week semester. The pretest questionnaire consisted of demographic information about age, gender, class level, experience in elementary school physical education, and number of years participating in interscholastic sports. This was followed by 11 Likert items ranging from 1 (strongly disagree) to 6 (strongly agree) on the values and purposes of elementary physical education. Two open-ended questions designed to examine preservice classroom teachers' beliefs about elementary physical education and their disposition toward teaching elementary physical education after college completed the pretest format. The posttest questionnaire consisted of the identical 11 six-point Likert items and two open-ended questions from the pretest questionnaire. An additional question asked participants to rank the influence of course components on their beliefs about elementary physical education upon completing the course, with 1 as most important and 6 as least important.
To examine the factor structure of the 11-item questionnaire, we conducted a principal-components factor analysis. One item, physical education should be excluded from elementary school programs, was excluded because it revealed cross-loadings. A second principal-components analysis on the remaining 10 items resulted in two factors with eigenvalues greater than 1, accounting for 49.5% of the variance (Table 1) . The first factor, labeled positive values, reflected the 6 items indicating that elementary physical education is important to child development and provides opportunities for children to learn about health and fitness. The second factor, labeled negative values, comprised 4 items indicating that elementary physical education is just about playing games and sports and is not as important as other school subjects such as English.
To test whether the two-factor model fits the data, we conducted a confirmatory factor analysis. Indices used to determine the goodness-of-fit included: (a) the goodness-of-fit index (GFI), for which values larger than .90 suggest a good fit; (b) the adjusted goodness-of-fit index (AGFI), for which values larger than .90 indicate a good fit; (c) the root mean square residual (RMSR), for which values less than .05 suggest a good fit (values between .05 and .10, however, are typically considered acceptable; Rupp & Segal, 1989) ; and (d) the root mean square error of approximation (RMSEA), for which most authors consider .06-.08 to be an acceptable fit while .08-.10 is considered a marginal fit (Browne & Cudeck, 1993; Hu & Bentler, 1999) . The GFI, AGFI, RMSR, and RMSEA values in the present study were .89, .83, .07, and .10, respectively. In general, the indices suggest a marginal to acceptable fit between the two-factor model and the data. Cronbach alpha coefficients for the subscales of positive and negative values were .79 and .70, respectively.
Procedure and Data Analysis
One investigator administered the questionnaires to intact classes and encouraged all participants to answer as truthfully as possible. The pretest questionnaire was administered on the first day of class while the posttest questionnaire was administered a week before the final examination. The questionnaire took approximately 20 minutes to complete.
We computed the mean and standard deviation for each of the 11 items pertaining to the values and purposes of elementary physical education. Principalcomponents factor analyses identified emergent factor structures of the 11 values and purposes of elementary physical education. A confirmatory factor analysis subsequently tested whether the model specifying two factors fits the data. The resulting two-dimensional factor structure of elementary physical education values and purposes was used as the basis for computing the two subscale mean scores for each participant. Cronbach alpha coefficients assessed the internal consistency of each of the two subscales. Dependent t-tests performed on the two subscale mean scores examined changes in preservice classroom teachers' beliefs about the values and purposes of elementary physical education.
Inductive analysis and constant comparison (Lincoln & Guba, 1985) were used to analyze participants' responses to the two open-ended questions. This involved reading through their statements several times in order to identify patterns and themes. The basic unit of analysis was defined as any phrase or sentence that was conceptually consistent with one theme or another. These phrases and sentences comprised the raw data for the study and were categorized into tentative themes. The themes were then revised through constant comparisons between themes and student responses. Pseudonyms are used for the participants' quotes cited throughout this paper. Frequency and percentages were recorded for the categories of each question. Some students gave multiple responses, each of which was coded. For example, when "Michelle" was asked what she thought of elementary physical education, she wrote, "Elementary physical education is a way to develop children's motor skills. It also helps with cooperative learning with other classmates." Her reply was coded as both motor skill acquisition/physical activity and personal/social skill development. Reliability was established by having the second researcher independently code approximately 20% of randomly selected responses of participants. The interrater reliability for coding each category was .89 or higher.
Results
Questionnaire (Quantitative)
The means and standard deviations for the 11 items on values and purposes of elementary physical education are presented in Table 2 . Mean scores increased from pre-to posttest in the values and purposes of elementary physical education, such as "Makes important contributions to the development of the whole child" (Item 1), "Is an integral part of school education" (Item 3), "Provides children opportunities to learn about health and fitness" (Item 4), "Teaches children motor skills, like running, jumping, and throwing" (Item 6), "Is great for children to develop social skills…" (Item 7), and "Deserves more credit than it is given in most elementary schools" (Item 11).
There was a decline in mean scores from pre-to posttest in such values and purposes as "[elementary physical education] Is not as important as other school subjects, like English" (Item 5), "Should be excluded from elementary school programs" (Item 8), "Is just about playing games and sports" (Item 9), and "Is a time to be with friends, talk, laugh, and be silly" (Item 10). Interestingly, these preservice classroom teachers still felt strongly that elementary physical education gives children a fun break from regular school activities (M = 5.70 for pretest; 5.35 for posttest), though the mean score decreased slightly from pre-to posttest.
Dependent t-tests assessed any changes on mean scores of the positive and negative values factors between pretest and posttest. Results indicated that these preservice classroom teachers were more likely to endorse positive values and purposes of elementary physical education, t(96) = 7.47, p < .0001, and less likely to endorse negative values and purposes of elementary physical education, t(96) = 7.64, p < .0001, than they were before taking the course. For positive values, means and standard deviations were 5.45 and 0.49 for the pretest and 5.77 and 0.35 for the posttest. For negative values they were 3.55 and 0.68 for the pretest and 2.96 and 0.71 for the posttest.
Frequency and percentages were taken on the preservice classroom teachers' rank-order ratings to assess the influence of course components such as classroom activities (i.e., attending lectures, viewing videotapes of teaching elementary physical education, and learning movement skills in a gym), their textbook, observation of physical education classes, teaching in the schools, their journals, and a written assignment on their beliefs about elementary physical education upon completing the course. Results (Table 3) revealed that teaching physical education (42.2%) in an elementary school and observing physical education classes (39.1%) were perceived as the two most influential components of the course for the pre-service classroom teachers. Writing in their journals and reading from the assigned textbook were perceived as the two least important course components.
Questionnaire (Qualitative)
Inductive analysis on the pre-and posttest responses to the open-ended question, "What do you think of elementary physical education and why do you think so?" revealed that the preservice classroom teachers' beliefs about elementary physical education primarily focused on seven themes: (a) fitness/active lifestyle, (b) development of the whole child, (c) development of personal/social skills, (d) a fun break, (e) enjoyment, (f) motor skill acquisition/physical activity, and (g) integration of academics.
Fitness/Active Lifestyle. In all, 24% of responses related to fitness/active lifestyle. As seen in the following two examples, elementary physical education was perceived as important to the development of children's fitness and active lifestyle: I think physical education is important for students in the elementary grades. Children need to be active, and in today's age there are video games and too much television is watched. It is healthy and important for a child to be active and not lazy. At home children are not playing outside as much and physical education gives them a chance to be active and stay in shape.
[Mary]
I think elementary physical education is essential in every young life regardless of ability. It promotes a physically healthy lifestyle and teaches skills and concepts that are useful in the later years.
[Elizabeth]
Development of the Whole Child. Twenty-three percent of student responses considered elementary physical education as part of the whole child development. Students with this belief typically made statements such as, I feel that physical education is a very important part of a child's life. It prepares them for various activities they will encounter throughout school and adulthood. As teachers, we need to support physical education to the fullest extent possible. [Emily] I think that physical education is a vital part of a child's development. It teaches them so many physical and social skills that they do not find in a classroom. [Sarah] Development of Personal/Social Skills. Approximately 17% of student responses focused on personal/social skills that physical education brings to elementary school children. These students saw physical education as a great way to develop children's personal/social skills such as a positive attitude about physical activity, working with others, self-discipline, sportsmanship, and sharing. For example, Kelly wrote, I think elementary physical education is important. I believe it allows children to learn how to work/play together and learn about authority/respect.
A Fun Break. Twelve percent of student responses regarded elementary physical education as a fun break from other school activities for students as well as teachers. Typical responses in this category were, I think it [physical education] is a great opportunity for children in elementary school. They need to get rid of their energy and I believe physical activity is the best way. Usually when kids get back from physical education, they can concentrate better because they have gotten out of the classroom. [Megan] I think elementary physical education is a good idea because it gives the classroom teacher a break. It also gives the students a chance to let out some energy and have a change of pace. As a result, the classroom teachers would make it through the day. [Kara] Enjoyment. Approximately 10% of student responses defined physical education as enjoyment. Students whose responses were categorized as enjoyment usually stated that physical education is a great time of freedom and encouragement for children; physical education gives children a chance to have fun; and physical education consists of enjoyable activities that encourage children to enjoy them. It is worth noting that several students felt strongly that if a physical education program is too competitive, children will not enjoy it and will not leave the class happy about their accomplishments.
Motor Skill Acquisition/Physical Activity. Approximately 9% of student responses referred to physical education as the teaching/learning of movement skills or doing physical activity. Comments such as the following were examples: I think that elementary school physical education is wonderful. It helps children learn motor skills. [Tracy] Elementary physical education is an opportunity for children to move around and do physical activity. [Molly] Integration of Academics. Finally, 4% of student responses referred to physical education as "a great place" or "an important tool" for integrating what is being taught in the classroom, as exemplified in the following statements:
I think that elementary physical education is a great place for children to learn academics in a fun and an active way. [Natalie] I think elementary physical education is very in depth and much better than it used to be. The teachers stress concepts and why students need to do certain skills. Incorporating academics allows children to apply their school work while being active, which is wonderful. [Lori] There were also changes in the preservice classroom teachers' open-ended responses (Table 4) . Before taking the course, they felt that developing students' personal/social skills (25.3%), enhancing students' physical fitness in order to prepare them for a healthy active lifestyle (19.5%), and allowing children a fun break from regular school activities (19.5%) were the primary values of elementary physical education. But after completing the course, the preservice teachers no longer viewed "a fun break" as a primary purpose of elementary physical education (2.7%). They also were more likely to realize that elementary physical education is important to the development of the whole child (42.5%) than had been their percption before taking the course (9.1%).
To determine whether the methods course had an impact on preservice classroom teachers' disposition toward teaching physical education after college graduation, we asked them to respond to a second open-ended question: "After graduation from the university, if you were given a choice to teach physical education in an elementary school, would you like to do it? Please give reasons for your choice with at least one sentence." Responses were classified into four categories: (a) willingness, (b) willingness with conditions, (c) unwillingness, and (d) uncertainty.
Students in the willingness category said they would like to teach physical education (n = 33 at pretest; 27 at posttest). Students in the willingness-with-conditions category said they would like to teach physical education only if it were part of their entire teaching job, or only if it were for a little while, and only if they could not get a job as a classroom teacher (n = 9 at pretest; 13 at posttest). Students in the unwillingness category made it clear they did not want to teach physical education "no matter what" (n = 45 at pretest; 54 at posttest). And students in the uncertainty category indicated they really did not know about it at this point (n = 10 at pretest; 3 at posttest). It is important to note that half of the preservice classroom teachers surveyed in this study indicated they were unwilling to teach elementary physical education. Inductive analysis of the open-ended responses on the reasons for their choice revealed that students who were willing to teach physical education attributed their willingness to the following reasons: teaching physical education would be a fun and rewarding experience when seeing children learning skills, maturing physically, having a good time, and smiling (53.2%); would enjoy working with children in a physical setting (23.4%); and personal interest in sports and physical activity (23.4%). Students who were not willing to teach physical education indicated that this was primarily because they were more interested in academics (59.6%); they did not feel they were equipped to teach physical education effectively (20.2%); and to them the physical education environment was not attractive due to large classes, too much noise, teaching several classes a day, and discipline problems (20.2%).
Interestingly, the number of students who felt they did not have adequate knowledge and skills to conduct a good physical education program increased from 5 at pretest to 15 at posttest. Also of note was that some students who felt competent in teaching physical education and were willing to teach at the beginning of the semester indicated at posttest that they did not want to teach because they did not feel equipped to effectively teach physical education. For example, Susan commented:
Yes. I felt that I could handle physical education and I thought I was prepared. [at pretest] No. I feel that physical education is important to the children but I do not think I know enough or feel comfortable teaching it. [at posttest]
Discussion
Both quantitative and qualitative data revealed that the preservice classroom teachers shared similar beliefs about the values and purposes of elementary physical education as those held by physical education professionals in other studies (Lambdin & Steinhardt, 1991; Placek et al., 1995) . They believed that contributing to the development of the whole child, enhancing children's physical fitness and guiding them to a healthy and active lifestyle, helping children develop personal and social skills, and teaching children motor skills were the four major purposes of elementary physical education.
These purposes are consistent with those espoused in textbooks for elementary physical education methods courses (Graham et al., 1998; Pangrazi, 1998) . They also reflect most of the physical education content standards recently developed by the National Association for Sport and Physical Education (NASPE, 1995) . However, in their responses to the questionnaire on the values and purposes of elementary physical education, preservice classroom teachers strongly believed that one purpose of elementary physical education was to allow children "a fun break" from regular school activities so that children could release their built-up energy through physical activity. They were less likely to have this view, however, in their posttest open-ended responses.
There were also changes in their beliefs about the values and purposes of elementary physical education as a result completing their field-based elementary physical education methods course. These changes were more evident in their openended responses. Specifically, preservice classroom teachers were more likely to see physical education as part of the child's whole development and to realize the importance of physical education in leading children to a healthy active lifestyle; they were less likely to view physical education as a fun break from regular school activities than they were before taking the course. We believe the methods course had a positive impact on the preservice classroom teachers' beliefs about the purposes of physical education for elementary school children. This is encouraging in light of the efforts of physical education teacher educators to develop advocacy for quality elementary physical education among preservice classroom teachers.
On the other hand, the methods course did not have an impact on the preservice classroom teachers' disposition toward teaching physical education after college graduation. The number of students indicating a willingness to teach physical education decreased from pretest to posttest. Those students explained that they did not choose to teach physical education because they: had no personal interest in physical education, felt incompetent about teaching good physical education lessons, and considered the physical education teaching environment undesirable.
At the end of the course, the decline in the disposition of the preservice classroom teachers toward teaching physical education may have been influenced primarily by the teaching experiences. An individual's first teaching experience in any content area can be less than rewarding. These preservice teachers clearly expressed their surprise at how difficult it can be to manage children in such an unstructured (i.e., "no desks") environment.
The reasons cited by these preservice classroom teachers support the notion that "subjective warrants" influence recruits' occupational choices. In his work on teacher socialization in physical education, Lawson (1983) defined a subjective warrant as "each person's perceptions of the requirements for teacher education and for actually teaching in schools" (p. 6). What constitutes the subjective warrant is people's perspectives on their life experiences related to teaching physical education, both what they have come to believe it demands and what they believe make them appropriate candidates for the role (Shempp & Graber, 1992) . For example, Dewar (1984) , in her study of high school students' subjective warrants for physical education, found that those who were attracted to physical education teaching viewed it as primarily skill oriented and saw physical education teaching as an attractive environment in which they could work with children. Dodds, Placek, Doolittle, et al. (1992) also reported that working with children in an enjoyable work setting ranked high among their sample of teacher/coach recruits.
These reasons also may shed new light on the findings from past work that classroom teachers were not as effective as physical education specialists in teaching elementary physical education. If preservice classroom teachers do not have the disposition to teach physical education, or believe they do not have adequate knowledge and skills to teach it properly, and if they dislike the teaching environment, then we as teacher educators cannot expect them to do quality teaching in physical education. That the end of the study found a large number of preservice classroom teachers unwilling to teach physical education should not be construed as a setback for physical education. Rather, the results reinforce the call for trained specialists in physical education at the elementary school level. Results from several studies (Faucette & Hillidge, 1989; Faucette & Patterson, 1989; McKenzie et al., 1993; 1995) indicate that physical educators trained as specialists are in fact more effective teachers in the gym than their classroom teacher counterparts would be.
In short, the field-based methods course had a positive impact on the preservice classroom teachers' beliefs about the values and purposes of elementary physical education, but no impact on their disposition toward teaching physical education. It appears that an unexpected strength of this field-based elementary physical education methods course is in creating future advocates of elementary physical education.
The preservice classroom teachers in this study believed that the two fieldbased components of the course, teaching physical education in an elementary school and observing physical education classes, had the most influence in changing their beliefs about elementary physical education. Many recognized that they simply were not equipped to teach physical education after seeing the complexity involved in teaching a developmentally appropriate physical education curriculum. These results support both the importance of field-based learning in teacher preparation programs (National Council for Accreditation of Teacher Education, 1995; Slick, 1995) and the use of a field-based model in elementary physical education methods courses.
This study provides insight into what preservice classroom teachers believed about elementary physical education and the impact of a field-based elementary physical education methods course on their views. The participants came from only one institution, however, and almost all were Caucasian. So readers must be aware that the present findings may not generalize to other institutions with more diversity. Studies that expand the sample populations and institutions are therefore recommended.
While the instrument we used provided adequate data for our study-an examination of one program that may well yield insightful information for other programs and policy decisions-we wish to note the marginal value of the RMSEA obtained from the confirmatory factor analysis. Perhaps this marginal value was due to the relatively small sample size used in the study. As Tabachnick and Fidell (2001) note, RMSEA values have been shown to be adversely affected by small sample sizes. We therefore recommend that future researchers consider the sufficiency of the sample size when applying this instrument to other settings.
In conclusion, though many of the preservice classroom teachers indicated they were unwilling to teach physical education, they clearly recognized the contributions that physical education makes to child development. They also valued the importance of helping young children develop an active lifestyle. In an era of increased emphasis on academics, often at the expense of subjects like physical education, we physical educators need advocates for the promotion of physical education. These preservice classroom teachers represent a potentially valuable source of support in a school or school district setting. Pangrazi and Darst (1997) noted that when people do not understand the value of a profession, they find it easy to eliminate. After completing their field-based class, it appears that this group of preservice teachers not only understand the nature of elementary physical education but also value its contribution to children's education.
